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Although some American Indian and Alaska Native (AIAN) students perform well in school, many are unsuccessful in the US educational system (Faircloth and Tippeconnic 2010) . The alarmingly high rates at which AIAN students drop out and fail to complete high school has persisted throughout the past 2 centuries (Freeman and Fox 2005) . On average, fewer than 50% of AIAN students in the 12 states with the most AIAN students graduate each year (Faircloth and Tippeconnic 2010) . Furthermore, for those few AIAN students who pursue higher education, attrition rates have historically ranged from 75% to 93% (NIEA 2011) . Low rates of high school completion combined with attrition from higher education have resulted in only 4% of AIAN students completing a bachelor's degree (NIEA 2011) .
Although schooling has often been used to "colonize and decimate" Indigenous ways, traditions, and lands (Faircloth 2009, 3) , events in the 1960s and 1970s promulgated the notion that culturally responsive schooling (CRS) "was a necessary component of a school's culture" for the academic success of AIAN students (Demmert and Towner 2003, 1-2) . Too often, however, AIAN students are forced to choose between "[maintaining] their sense of self and place" and "being successful academically" (Faircloth 2009, 3) . The increasingly narrow emphasis on accountability has only compounded the plight of AIAN students, wherein academic success hinges solely on test scores.
The Present Study
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have the credence and power to inform and guide educational policy" (National Research Council 2000, 51) . In addition to achievement on various subjects, NAEP includes background questions that provide information on teachers and students. To date, background questions have seldom been used; however, an expert panel to the National Assessment Governing Board (NAGB) recently recommended numerous modifications to NAEP background questions meant to strengthen and thus increase their use (NAGB 2012) . The panel asserts that responses to background questions "can help in understanding the context for NAEP achievement results and give insights into how to improve them" (NAGB 2012, 7) . Clearly, information gathered from NAEP background questions is intended to inform policy.
The expert panel pointed to the National Indian Education Study (NIES) as an example of the use and dissemination of background questions that can inform achievement (NAGB 2012) . Authorized under the 2004 Executive Order 13336 and reviewed by a technical review panel whose members include AIAN educators and researchers from across the country (NCES 2007) , 1 NIES provides information about AIAN achievement on NAEP, as well as information about students' cultural experiences in school.
2 Conducted every 2 years since 2005, NIES is considered to be "a reliable source of data on AIAN students" (NCES 2007, para. 5) . To foster research on AIAN students, the NCES, Institute of Education Sciences [IES] , and US Department of Education have collectively disseminated a call for proposals each year since 2011 aimed at "faculty and advanced graduate students from colleges and universities" as well as "education researchers and policy analysts with strong statistical skills from state and local education agencies and professional associations" (IES 2012, para. 3) to receive a 3-day training on the use of NIES. In consideration that the NIES is the only large-scale study focused on AIAN student achievement on the NAEP and as such has the potential to inform and guide policy directed specifically toward AIAN students, we examined two key questions:
1. How are cultural experiences related to AIAN student achievement? 2. Does the NIES reflect a CRS framework?
To address the first research question, we conducted a multilevel analysis to determine the degree to which varying AIAN student experiences reflected in the NIES are associated with their achievement on the NAEP in reading.
3
This analysis is particularly salient given Demmert and Towner's (2003) assertion that "the single most important research goal is to learn more about why, how, and if culturally based education improves the school performance of Native American young people" (35). To address the second question, we used a CRS framework to determine the extent to which the NIES reflects the kind of educational experiences that have been established in the literature as necessary to promote success among AIAN students. By ascertaining the extent to which the NIES is inconsistent with CRS, issues limiting the validity of its results can be exposed.
Culturally Responsive Schooling and AIAN Students
To address long-standing gaps in AIAN achievement, Brayboy and Castagno (2009) argued that there are two approaches that have dominated AIAN education in the United States: assimilation and CRS. 4 From the 1880s through the 1920s, boarding schools were sanctioned as a means to assimilate AIAN children to "the melting pot of America" (Marr n.d.) . AIAN students in boarding and residential schools were often stripped of their identity as Indigenous peoples by cutting off ties to their cultural stronghold (parents and kin group), forbidding their traditional languages, subjecting them to psychological (and sometimes physical and sexual) abuse, and providing only a modicum of educational skills (Fontaine 2010; Giago 2006; Knockwood 2001; Trafzer et al. 2006) . The consequences of the assimilationist approaches of federal Indian educational policy are well documented in the literature (Adams 1995; Collins 1997; Faircloth and Tippeconnic 2010; Fontaine 2010; Hoxie 1984; Lomawaima and McCarty 2002; McBeth 1983; Reyhner and Eder 2004) . Despite the vehement criticisms of assimilationist boarding/residential schools (Meriam et al. 1928 ; US Senate 1969) that seem to have incited a shift to schools "located closer to Indian communities, and eventually to public schools" (Deyhle and Swisher 1997, 114) , the changes were "based on the belief that assimilation would occur more rapidly if Indian students were integrated with non-Indian students" (114-15).
In stark contrast to assimilationist approaches, CRS "requires a language and cultural context that supports the traditions, knowledge, and language(s) of the community as the starting place for new ideas and knowledge" (Demmert and Towner 2003, 1) . Indeed, CRS has deep historical roots and is "certainly not a new phenomenon or a passing fad; instead it has been central to tribal nations' calls for improved schooling since at least the early part of the twentieth century" (Brayboy and Castagno 2009, 2) . In 1928, the publication of the Meriam Report called for more Indigenous teachers and the incorporation of tribal languages and cultures in schools (Meriam et al. 1928) . By the 1930s, the impetus of sovereignty among AIAN populations brought with it a surge in the use of "culturally related materials" (Tippeconnic and Swisher 1992, 75) . Although the movement was diminished in the 1950s with the "federal government's policy of termination of services to Indians and a move away from Indian-related curriculum" (Tippeconnic and Swisher 1992, 75) , it was revitalized in the 1960s and 1970s with key events that included the Kennedy Report (US Senate 1969), the first national conference on Indian education, and the creation of the National Indian Education Association (Demmert and Towner 2003; Faircloth 2009 ).
National reform efforts since the 1980s, from A Nation at Risk to the No Child Left Behind era, have increasingly emphasized accountability. Although accountability itself is viewed as laudable (National Indian Education Association and Center for Indian Education 2005), the focus on student achievement on test scores has foregone the use of CRS (NCES 2005) despite decades of evidence pointing toward its importance in the self-determination and academic success of AIAN students.
From a tribal and Native American professional perspective, the creation of lifelong learning environments and meaningful educational experiences for both the youth and adults of a tribal community requires a language and cultural context that supports the traditions, knowledge, and language(s) of the community as the starting place for new ideas and knowledge. There is a firm belief within many AIAN communities and professional AIAN educators that this cultural context is absolutely essential if one is to succeed academically and to build meaningful lives as adults (Demmert and Towner 2003) .
Empirical Evidence for Culturally Responsive Schooling
Culturally responsive schooling is shown to foment academic knowledge and skills when what occurs in the classroom is situated within the cultural characteristics, experiences, and perspectives of students (see Brayboy and Castagno 2009; Demmert 2001; Demmert and Towner 2003) . According to Demmert and Towner (2003) , there are six dimensions that emerge across the CRS literature that are associated with better academic outcomes for AIAN students:
1. Incorporation of AIAN languages into instruction; 2. Pedagogy that incorporates traditional cultural characteristics; 3. Teaching strategies that are congruent with traditional culture as well as contemporary ways of learning and knowing; 4. Curriculum that is based on traditional culture and places the education of young children in a contemporary context; 5. Strong AIAN community participation; and 6. Incorporation of the social and political mores of the community. Notably, undergirding each of the dimensions is the supposition that the content taught in schools reflects academic rigor and high expectations.
Despite several decades of research on the success of CRS in improving American Journal of Education AIAN student outcomes (for an extensive review, see Demmert 2001; Demmert and Towner 2003) , the "availability of quantitative research literature on culturally based education programs for Native American children is severely limited" (Demmert and Towner 2003, iii) . Although the qualitative body of literature provides detailed portrayals of educational experiences for AIAN students that can be overlooked by quantitative studies, it lacks an explicit link between CRS and student outcomes. Moreover, analysis of data from large-scale quantitative studies that have included AIANs have seldom been conducted due to the relatively small number of AIANs within these studies, which tends to render them statistically insignificant (Faircloth 2009 ). The paucity of research linking CRS to student outcomes is viewed as a pervasive limitation because, as asserted by Christine Sleeter, "Ethnographic work may be ignored in policy debates when ethnographers do not speak to the language of power. Currently that language is achievement test scores" (Goldenberg et al. 2008, 117) . Thus, the need for establishing this link is salient.
The interest in finding a relationship between improved academic performance and programs that include culturally based education activities (e.g., language and cultural programs) results from a firm belief within the AIAN professional community that high achievement in academics and motivation depends on the spiritual well-being of Native students, early attention to cognitive development, sense of identity, and social/cultural maturity. The purpose of an experimental study would be to determine whether culturally based education activities have this effect, and if so, how large the effect is. This thesis incorporates the position that improved academic performance will not occur until other factors identified above are included as part of a comprehensive approach for nurturing and educating the whole child (Demmert and Towner 2003) .
Consistent with Demmert and Towner's (2003) assertions, one of the priorities established by the NIEA is data collection and research. "More research is needed to understand successful practices that address the needs and achievement of Native college students" (NIEA 2011, 1) .
One way to address research priorities while considering the suggested guidelines regarding CRS research delineated by Demmert and Towner (2003) is by expanding the use of the NIES. Given its emphasis on both students' cultural experiences in school and their achievement on the NAEP, the NIES considers the "strong and widespread interest and concern among Native peoples regarding the preservation and revitalization of Native language competence and cultural knowledge among Native American young people" and recognizes "that young Native Americans need to develop competence and skill in English and Western culture if they are to compete and thrive in today's economy" (Demmert and Towner 2003, 33) . Whereas AIAN students' scores on NAEP provide a common metric on which to assess academic skills, how-ever, to determine how CRS is enacted in schools, NIES depends on teachers' and students' perceptions. For children, this dependence may introduce issues related to developmental factors (i.e., can children identify cultural experiences?) that necessitate inspection of the concordance between teacher and student answers.
The Role of Teachers in CRS
The primary way AIAN students have access to CRS is by ensuring that they have teachers who "build trust . . . connect to the community . . . establish cultural relevance in the curriculum . . . [and] provide role models" (Cleary and Peacock 1998, 13) . Considering that incorporating heritage languages and culture in schools is an important part of CRS and critical to AIAN student achievement (Demmert and Towner 2003) , it is not surprising that AIAN teachers who share their students' cultural background have been positively associated with their achievement. Namely, AIAN teachers are more likely to have the necessary knowledge to incorporate heritage language and culture into instruction, and are role models for their students-a factor that has been associated with academic success for AIAN students (Silverman and Demmert 1986) .
Although there is a paucity of research on effective teaching practices within the AIAN community (Demmert and Towner 2003) , there are various teacher characteristics that are associated with AIAN success (Demmert 2001; Deyhle and Swisher 1997) . Among the traits that lead to achievement are high expectations and emotional warmth (Kleinfeld 1975) , community involvement (Rohner 1965) , and differentiated instruction (Cleary and Peacock 1998) . Although Castagno and Brayboy (2008) cautioned against essentialism or characterizing Indigenous youth as having one particular learning style, researchers have found that teacher directed and whole class instruction is incongruent with the needs of Indigenous students (see also Demmert 2001) . In contrast, cooperative strategies and culturally relevant pedagogy enhance learning (Brancov 1994; Larimore 2000; Little Soldier 1988; McCarty et al. 1991; Swisher 1990 ).
The Role of CRS in Student Identity
For many AIAN children, the negative stereotypes associated with their cultural background lead to white bias or preferences that favor the dominant group as opposed to their own cultural background (Annis and Corenblum 1986; Beuf 1977; Corenblum and Wilson 1982; Hunsberger 1978 ). This in turn can create a "racial/cultural no win situation that some Native Americans experience when caught between two cultures" (Garrett and Pichette 2000, 7) . Although one of the difficulties for AIAN youth is the conflict from having to choose between maintaining their cultural identity and academic success (Faircloth 2009 ), CRS provides AIAN children with the experiences that honor their culture as they attain academic competencies-a process sometimes known as enculturation (Garrett and Pichette 2000) . Indeed, researchers have found that higher levels of identification with AIAN culture, language, and traditions are associated with academic achievement (Huffman et al. 1986; Vadas 1995) . Moreover, AIAN youth who value their culture and acquire the skills to navigate the dominant culture are believed to be more likely to achieve self-determination (LaFromboise et al. 1993) . In contrast, AIAN students who are " [pressured] to compromise their basic cultural values and behaviors to successfully meet the expectations and standards" tend to experience a decline in motivation and achievement (Garrett and Pichette 2000, 7) .
Cultural values are seen as central to identity formation, which has traditionally been restricted to later periods of development (Erikson 1968) . Although the degree to which adolescents value their culture is especially critical for AIANs (Deyhle 1992; Sanders 1987) , researchers have found that children from marginalized groups are aware of ethnic differences and stereotypes at an early age (Aboud 1977; Annis and Corenblum 1986; López 2010; McKown and Weinstein 2003) . Moreover, although there may be limitations in terms of assessing the degree to which children value their culture, they are developmentally capable of perceiving discriminatory behaviors (e.g., Stone and Han 2004 ) that may in turn influence their cultural preferences (see López 2009 ).
Method
Our core data sources were restricted-license data from the 2007 Grade 4 and Grade 8 NIES. The first component of the study provides detailed achievement information on the NAEP in mathematics and reading among fourthand eighth-grade AIAN students; the second component provides information from a survey designed to explore the educational experiences of the AIAN students who participated in the NAEP assessments. The survey, which focused on teacher and student perceptions of the integration of Native language and culture into classroom and school activities, was reviewed by a technical review panel whose members include AIAN educators and researchers from across the country (NCES 2007) . In the interest of space, we present detailed descriptions of the student and teacher items, as well as other variables, in the online appendix. There were approximately 2,200 AIAN students across 1,260 schools included in the fourth-grade sample and 3,600 students across 1,470 schools in the eighth-grade sample.
Results
Descriptive statistics for students, teachers, and schools are presented in tables 1 and 2. Full maximum likelihood was used in the present study because of the five plausible values for the reading outcomes used in the NAEP. In the analyses presented here, within-school variance scores were used to estimate the amount of within-and between-school variance explained by each model. For the second model, these scores were determined at level 1 by subtracting the within-school variance of a particular model from the baseline withinschool variance estimated in the null model and then dividing by the withinschool variance in the null model (Hox 2002) . (For subsequent models, the baseline within-school variance is replaced by the within-school variance for each preceding model to determine improvement of model fit with each introduction of variables.) At level 2, the between-school calculation is the same, except that level 2 variance components are used in each of the calculations (Hox 2002) . For the present study, the variance component in the null models (p ! .01) indicates that a significant amount of variance in students' reading outcomes remained to be explained; the intraclass correlation, or the proportion of the variance in reading that was explained by the grouping structure (which in this case was schools), was .35 for the eighth-grade sample and .23 for the fourth-grade sample, meeting the criteria for the appropriateness of multilevel modeling to address the research questions (Hox 2002) . Below, we present the results for each sample separately.
Fourth Grade
Level 1.-Once the null model was established, level 1 control variables were added in blocks and compared to the null model (see model 2 in table 3), resulting in a 26% proportional reduction of error at the school level and a 24% reduction in error at the student level. All level 1 controls were significant and in the expected direction. Females scored on average 4.37 points higher than males; students with an individualized education program (IEP) scored on average 30.32 points lower than their peers without an IEP; and students designated as ELLs scored on average 22.49 points lower than non-ELLs. Students who were eligible for reduced lunch scored 7.55 lower than their noneligible peers; students who qualified for free lunch scored 15.10 points lower. For each unit increase in absenteeism, students scored 3.59 lower, translating into a 14.36 point loss among students who missed at least 10 days of school. Students who reported that reading was their favorite activity (on a scale of 0 to 3) gained 5.79 points for each unit increase, whereas each unit increase in perceived difficulty of the NAEP reading translated into a loss of 8.14 points (on a scale of 0 to 3).
The second block of variables entered at level 1 were NIES student survey variables (model 3 in table 3). This included students' reported personal knowledge of AIAN culture, perceptions of teachers' inclusion of AIAN culture into the curriculum, preference for AIAN authors, and preference for non-AIAN authors. The addition of NIES variables resulted in reduction in school-level error of 7%, and a proportional reduction of error at the student level of 1%; however, only students' perceptions of the degree to which teachers include AIAN cultural activities and students' preference for non-AIAN authors was significant. For each unit increase the students' reported perceptions of the degree to which teachers incorporated AIAN culture into instruction (on a scale of 0 to 3), students lost 4.29 points. In this model, preference for non-AIAN authors, however, translates into a 3.89 increase per increase on the scale (0-2). table 3 ). The first block included the addition of school-level control variables that resulted in reduction in school-level error of 5%, but no proportional reduction of error at the student level. The only significant variable was school type, where Bureau of Indian Affairs (BIA) schools scored approximately seven points lower than non-BIA schools-a finding consistent with prior research (US Senate 1969). Teacher-reported NIES variables were entered as the second block, but did not reduce school-or student-level error and were not significant. The final model excluded all nonsignificant variables; no cross-level interactions were significant.
Eighth Grade
Level 1.-Addition of level 1 control variables resulted in a 43% proportional reduction of error at the school level and a 24% reduction of error at the student level for the eighth-grade sample (see table 4 ). Most of the variables were significant and in the expected direction. Students with an IEP scored 29.95 points lower than their peers without an IEP; English language learner (ELL) students scored 23.24 lower than non-ELL students; and students who qualified for reduced lunch lost 5.41 points, whereas students who qualified for free lunch lost 10.82 point-consistent with results in the fourth-grade sample. Students who reported that reading was their favorite activity gained six points for each unit increase in the scale (0-3) but lost 5.14 points per unit increase on a scale of 0 to 3 on their perceptions of the difficulty of the NAEP Reading. For each unit increase in absenteeism, students scored 3.56 lower, translating into a 14.24 point loss among students who missed at least 10 days of school. The other level 1 variables included in the eighth-grade analysis, but not in the fourth grade, also contributed significantly to the model. Students' educational goals contributed 13.49 points per unit increase on a scale of 0 to 2, which translates into more than three-quarters of a standard deviation gain in reading achievement. Finally, the level of mothers' education contributed 2.42 points per unit increase on a scale of 0 to 3.
The second block of variables entered at level 1 were NIES student survey variables (see model 3 in table 4). As in the fourth-grade sample, this included students' reported personal knowledge of AIAN culture, perceptions of the extent to which teachers' provide AIAN cultural experiences, preference for AIAN authors, and preference for non-AIAN authors. The addition of the NIES survey variables resulted in a 7% reduction in school-level error, and a 1% proportional reduction of error at the student level, although not all variables were significant. Among the significant variables were extracurricular cultural AIAN activities, which reduced achievement by 1.08 points on a 0-12 scale; and student perceptions of teachers' inclusion of cultural activities, which reduced achievement by 2.69 points on a 0-6 scale. Similar to the fourth-grade sample findings, preference for non-AIAN authors contributed 4.17 points per unit increase on a scale of 0 to 2.
Level 2.-School-level variables were entered in two blocks (see models 4 and 5 in table 4). The first block included the addition of school-level control variables, which resulted in reduction in school-level error of 9% and no reduction of error at the student level. The only significant variable was teacher certification, wherein students gained almost 11 points if their teacher held a regular teaching certificate as opposed to a provisional, emergency, probationary, or temporary license.
Teacher-reported NIES variables were entered as the second block, but did not reduce school-or student-level error and were not significant. As in the fourth-grade analysis, the final model excluded all nonsignificant variables; no cross-level interactions were significant.
Discussion
Our findings for both fourth and eighth grade are consistent with prior studies using NAEP background questions with different populations (e.g., López and McEneaney 2012; López, Scanlan, and Gundrum 2013) . Namely, having an IEP, being designated as an ELL, qualifying for reduced/free lunch, and absenteeism were all associated with lower reading achievement. Consistent with findings in the Meriam Report (1928) and the Kennedy Report (US Senate 1969), students in BIA schools tend to score on average one-quarter of a standard deviation lower than their peers in non-BIA schools. In contrast to the items associated with a decline in reading scores, eighth-grade students whose mothers had completed college had scores that were one-quarter of a SD higher than those of students whose mothers had not completed high school (this item was not included in fourth-grade NIES). Eighth-grade AIAN students whose teachers held a regular teaching certificate had scores approximately one-third of a standard deviation higher than their peers with teachers who held a provisional, emergency, probationary, or temporary license.
Students who reported a preference for non-AIAN authors had higher scores than their peers. Although unclear, this finding may be consistent with the kind of exposure that helps AIAN students "develop competence and skill in English and Western culture" (Demmert and Towner 2003, 33) . Motivationrelated variables also contributed to gains in reading scores. Fourth graders who reported that reading was their favorite activity (i.e., intrinsic motivation; Guthrie et al. 2009 ) scored two-thirds of a standard deviation higher than their peers who reported they disliked reading. Students who perceived the NAEP assessment to be easier than other assessments (i.e., self-efficacy; Guthrie et al. 2009 ) scored on average between one-half and one standard deviation higher than their peers who perceived the NAEP to be much more difficult than other assessments. In eighth grade, aspirations to attend college were associated with a three-quarters of a standard deviation increase in reading when compared to peers who did not plan on finishing high school. Overall, these findings are not unique to the present study. As such, they highlight the generalizability and robustness of these variables as predictors of student achievement. Hence, we move to the NIES items in question that potentially address the paucity of quantitative research on CRS and AIAN student achievement.
Culture on NIES and Achievement on NAEP
The more students reported perceiving AIAN culture was incorporated into instruction, the worse their achievement-regardless of grade level. Preference for AIAN authors was not significant in either grade. Moreover, teachers' selfreported incorporation of culture into the curriculum was not associated with student achievement. Taken together, the findings appear to suggest that cultural experiences for AIAN students are at best negligibly (and, at worst, negatively) associated with achievement. A closer inspection of the degree to which NIES reflects the CRS construct, however, reveals pervasive inadequacies.
NIES asks students if they know the name of their AIAN group: 62% of fourth-grade and almost 80% of eighth-grade students report that they do (Moran and Rampey 2008) . Students are also asked how much they "know about their tribe or group," and about 30% report that they know "a lot," about 50% know "some," and about 20% know "nothing or not much"-statistics that correspond to the extent to which students report participating in AIAN "ceremonies or gatherings" (Moran and Rampey 2008, 32-33) . Even though this evidence may suggest that students could, in varying degrees, identify the extent to which teachers incorporate culture, students do not appear to have sufficient cultural experiences for them to show up statistically.
We discuss the lack of cultural experiences in further detail below, but first, it is important to point out that asking students questions about the degree to which teachers incorporate culture is insufficient to assess CRS. To more accurately assess the way CRS is influencing AIAN students, the literature on cultural identity development must also be considered. By including questions that ask students to report the degree to which they value their culture (e.g., Garrett and Pinchette 2000) , the NIES will more accurately reflect the degree to which the curriculum reflects CRS. Although assessing children's perceived cultural value may have some limitations, research does support the notion that children can provide information about preferences that reveal their internalized experiences (e.g., Annis and Corenblum 1986 )-information that is critical to the development of self-determination.
The finding that none of the teacher items contributed to achievement does run counter to the decades of literature supporting CRS (see Demmert 2001; Demmert and Towner 2003) . However, the finding that a dismal 12%-21% of teachers incorporate culture into instruction weekly (see table 2) suggests that teacher items (as well as student items) were not significant due to the paucity of teachers practicing CRS. 6 To quantitatively assess whether CRS influences achievement, it must be present in classrooms. As such, we must first address why teachers fail to incorporate CRS. Given that teachers must possess not only the requisite knowledge, but also the skills and resources to incorporate AIAN culture into the curriculum, more information about how much teachers know about CRS, the degree to which they can apply CRS in their own classroom, and the kind of resources they have in their schools and communities is imperative.
Although NIES does ask teachers to report the extent to which they acquired knowledge, skills, and information specific to teaching AIAN students, little can be inferred given that equal weight is given to college classes, workshops, or other professional development devoted to the topic-regardless of the breadth and quality of the previously referenced activities. Without more discrete information, a teacher who takes one 36-hour university-level course devoted to meeting the needs of AIAN students could answer the same way as a teacher who attended a half-day weekend workshop any given number of years ago. Despite 30% of teachers stating that they had acquired a moderate to large extent of their knowledge about meeting the needs of AIAN students from a college course or workshop (Moran and Rampey 2008) , over 70% reported being unaware of AIAN standards or not using them at all in planning their lessons (see table 2). Other issues are also evident. Despite the Native American Languages Act, 7 about 80% of teachers use only English in instruction (see table 2 ). The paucity of AIAN teachers also persists as only one out of 10 AIAN students have the opportunity to be taught by a teacher from a similar cultural background (see table 2 ). Taken together, these findings are the underpinnings of the dearth of CRS in classrooms serving AIAN students.
Additional Suggested Revisions to NIES
Given that the significance of the NAEP has only increased since it began to be used in 1969, and that background questions will increasingly inform policy, it is imperative to ensure the NIES-with its emphasis on culture-reflects accurately the CRS framework delineated in the literature. Despite the inability to represent all of the factors that influence educational outcomes, there is a robust precedence in examining the ways teacher and student expectations are related to AIAN academic achievement (e.g., Demmert and Towner 2003) . The Kennedy Report (US Senate 1969), for example, included an examination of teacher and student expectations, explaining that these were "particularly important because educational research has demonstrated that teacher expectations have an important effect on student achievement" (60). Forty years ago, only one out of 10 teachers and administrators believed academic achievement was an important goal for AIAN students. In contrast to teacher expectations, however, "the study found the three-quarters of the Indian students wanted to go to college" (US Senate 1969, 60)-which is consistent with contemporary AIAN student aspirations measured in NIES. To date, however, achievement continues to be an issue for AIAN students. Considering that many of the findings reported in the Kennedy Report (US Senate 1969) are mirrored in the NIES, including the pervasive absence of teachers who speak heritage languages (see table 2), it is not unreasonable to envisage teacher expectations to be particularly problematic for AIAN students. Understanding this in the context of the NIES and AIAN achievement, however, is necessary.
We believe that there are teachers who have the knowledge and skills to incorporate CRS but who may feel powerless against the escalating focus on assessment measures (Vasquez Heilig and Darling-Hammond 2008) . Nevertheless, while teachers "operate under many constraints with respect to curriculum and working conditions, educators do have choices in the way they structure classroom interactions and in the messages about identity they communicate to their students" (Cummins 2001, 653) . One of the most pragmatic ways to address the NIES is by incorporating questions that reflect the degree to which teachers are prepared to provide rigorous, culturally responsive instruction to AIAN students. Although seemingly onerous, including questions that disaggregate type of training by both the kind of experience (workshop or coursework) and the intensity of the learning experience (hours spent in professional development or whether the topic was covered within a college course or as a course in and of itself) is necessary to inform policies on the kinds of experiences teachers must be provided to be successful with AIAN students. Information on the kind of training teachers of AIAN students have, although likely unsurprising, could substantiate the reasons behind the findings in the present study, thus preventing the dissemination of erroneous information.
Reductionist Approaches
Although capturing the nuances of the diversity among any group is onerous, we believe the NIES can reflect a more accurate portrayal of AIAN students without hinging on a reductionist approach that treats all AIAN people as one homogenous group. First, there are themes of oppression that cut across numerous marginalized populations in the United States. In examining the literature on how teachers can meet the needs of students aggrieved by the oppressive schooling system, it is evident that similar considerations of the role of CRS emerge for African Americans (e.g., Delpit 1988) and Latinos (e.g., Valenzuela 1999)-populations that also reflect wide variation within a broad ethnic/cultural label. The questions in NIES, although broad, reflect an additive approach to the education of students, where questions reflect the degree to which teachers infuse instruction with the cultural experiences relevant to their specific AIAN student population. We believe this is a current strength of the NIES, and reflects careful consideration of AIAN students' experiences by a panel of experts who have expert knowledge in this domain. The NIES does not, however, allow for a nuanced examination of the very complex dynamics among students and teachers in different contexts. The vast body of qualitative literature addresses this limitation (e.g., Deyhle and Swisher 1997) and cannot be replaced by large-scale quantitative studies.
Conclusion
Although federal funding that supports NIES data collection has been significantly reduced, the expert panel to the NAGB has recommended expanding the use of background questions. Recommendation 4d states that "NAEP should encourage others to conduct exploratory studies of the NAEP background variables" with "small-grant competitions" that could "inform national education policy debates without any direct NAEP organizational involvement or oversight over the findings" (NAGB 2012, 36) . In consideration of the fact that the NIES data collected to date can be requested by researchers, and that the subsequent analyses can reflect an inaccurate picture of the relationship between CRS and AIAN student outcomes, we argue that the need to expand the NIES to address current validity and sampling issues is imperative.
The NIES collects information about cultural experiences that address many of the CRS dimensions outlined by Demmert and Towner (2003) : language, community participation, and the infusion of traditional culture into contemporary instruction are evident (see the online app.). Yet, the NIES does not collect information about perceptions of intellectual rigor, academic expectations, or quality of instruction held by either students or teachers, nor does it ask students about the degree to which they value their culture despite its importance in identity development. 8 Moreover, NIES lacks the necessary information to discern the kind of training teachers have had to incorporate culture into instruction. Without these considerations, researchers who use the NIES to examine how culture is related to achievement may assert that the practice is associated with lower achievement, and make policy recommendations to limit AIAN culture-returning education for AIAN students to the 1950s policies that diminished the AIAN-focused curriculum (Tippeconnic and Swisher 1992) or even used to justify retrogressive standards policies in US history and other subjects that neglect the history of AIAN students (Vasquez Heilig et al. 2012) .
To improve educational outcomes, culture and identity must remain central in the lives of AIAN students (Demmert and Towner 2003) . By addressing current issues in the NIES, the large-scale data set can be a first step in reconciling the paucity of quantitative evidence that has precluded discourse from moving beyond a conversation asking "Where is the evidence?" to "How can we ensure teachers provide students with the kind of experiences that help them succeed in school?" 2. Cultural experiences included personal knowledge of AIAN history, traditions, and issues; extracurricular activities related to AIAN culture; the frequency with which teachers provide AIAN cultural activities in school; and the extent to which heritage languages are used in instruction. A detailed account of cultural experiences as reported by students and teachers on NIES is provided in the online appendix.
3. Although NIES also includes achievement in math, we focused on reading given the centrality of reading achievement on other measures of achievement (e.g., Grimm 2008; Larwin 2010) .
4. The idea of CRS is also known in the literature as "culturally responsive education" and "culturally responsive pedagogy." 5. NCES dissemination criteria requires that the number of schools be rounded to the nearest 10, and the number of students be rounded to the nearest 100. There were originally approximately 5,300 AIAN students across 1,470 schools included in the fourth-grade sample and approximately 4,800 students across 1,260 schools in the eighth-grade sample; however, missing data across independent variables reduced the number of cases in the analyses; cases are weighted.
6. Restricting the range in variables reduces the strength of their relationship (Guilford and Fruchter 1978) .
7. Native American Languages Act of 1990, Publ. L. No. 101-477. 8 . NIES does include a question asking how many pages of reading students are assigned each day but does not provide any way to assess the rigor of the material.
